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This paper has three major sectidns. In the first section, the domain
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.and assumptions of the supervision process-are defined.
for providing individual supervisory assistance to iqprovi classroom v
~effeccivenéss is described. 1In the last section, five phases Sf a positive
supervisory experience are described with examples from both a supervisor's
and teacher's point of view. During the entrance phase, the teacher and
adﬁinistrator discuss the format and expécFations for supervision. In the
diagnosis phase, the teacher and supervisor decide the focus for supervision.
During the technical success stage, the teacher and supervisor are success-

- ¥ul in modifying professional behavior. The fourth phase, examining medning
Ffor -self, the teacher and supervisor examine the implications of technfcai
““success for their professional role and their personal lives.. Dﬁring the }
zeintegrgtién phase, both tgggggg gnd supervisor ccnsolidate the meanings : yr
-of professional and personal change, integrate the technical successes into

. the professional repertoire and disengage from the supervisory relationship. ;

-

Next, a format
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INTRODUCTION

This paper is written for a growing audience who are seeking the
answers to the questions: "What is it like to be supervised?" What is
it like to conduct instructional supervision?"

ke assume that ‘supervision is-possible where the superintendent plqces‘
- - - %

C e } \
a priority on improving classroom instruction and provides appropriate. : o

w4

training for principals, central office personnel and teacﬁers (Ryan and

P

‘Hickcox, 1980; Neagley and Evans, 1980). However, supervision.is not///

role which is comfortable for many educators.. Given how little supervision

AN

el

around classroom instruction takes place in/schoéis, we ctu}d conclude !
‘that few administrators enjoy doing~supervision (Elle::;>pool & Hill,
*1974) . This is pot surprising as we believe it is one/of the most diffi-

cult professional activities ‘to master. And if, as/%or most supervisors,

- ' \

there isféiso a requirement to sdminister a stnpél, or a district, then
coﬁﬁucting classroom supervision is reiegsted/to the back burner while
other fires are being put out.

Tne paper begins to answer those questions by defining the domain
of supervision, and listing three assumptions underlying the supervisory
process. A format for structuriné the supervisory experience and. five :
phases of a positive supervisdry experience are described. Two vignettes,
one from a beginning teachéé's viewpoint, the other from an experienced
supervisor's]principal' viewpoint, are used to illustrate the five phases
//

of a positive supervisory sxperience. While this-is a paper mainly coticerned

with the psychological process of supervision, we believe that the focus of
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.supsgyision for teachers should be toward improving classroom instruction.
” £ ¢

r e

‘4f?or this reason student engaged time (the amount of time students spend
H . .

-~

/,’/ .actively working on a task) and student success, two areas research point

L /
° ‘to as affecting student outcomes in basic skills, are used co provide the

focus, or technical content in each of the examples.
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.- T "DOMAIN AND ASSUMPTIONS OF THE SUPERVISION PROCESS

Ask yourself, "When was it that I.asked my boss for help in perform-

; . dng my professional role?" The answer probably reflects most people's v

f{

rTeluctance about’ supervision; of course there are exceptions, o

"‘Supervision is for many an uncomfortable experience, It isn't like E\““\;

; ‘making friends, or working with a peer on a project, The supervisory . ‘ )
K procesé may call up feelings of inadequgcy, of being judged, of having
" to conform to the arbitrary stgnéards of others. Supervisors, as well i

as supervisees, feel tensions within this relationshipi Bad decisions

e ok

- - —have been made capriciously, -affecting people's.personal and professional , B

lives. Even if this hasn't happened, most will admit a slight discomfort

-at a yearly evaluation. There is a loss of control. These are natural
o féelings about -the uncomfortable rel?tionship of supervision. Given
% ' these coﬁnotatidﬂs about supervision, the domain of supervision is de=-
fined belo?.
B ‘Supervision in the helping professions usually.consist; of three | , \
zoles: the supervisor (sugﬁ as a principal, content area specialist or
~another teacher), the supervisee (in this case, the teacher) and the - -

S <lient (the students).1 The perspective of this paper is that the domain

e e e e A e

%One could also see the superintendent of swall and medium size dis- ;
‘tricts serving this function with their prinipals. 1In this case, the - s
teachers are seen as third party, while, the superintendent serves in the :
‘role of supervisors and the principal in the role of supervisee. However, )

. given certain minimum conditions, the supervisory relationships and pro-
: <esses could te the same.

ye




-of supervision rests on the supervisor and supérv;see exploring the

- patterns of their behavior and the meanings that each attaches to those
patterns. The goal of this expl&fgiion is the improvement of professional
practicé such, that each individual's rolg (i.e., supervisor, supervisee
and c}ient) is more fully realized. For example, it is the role of the
séudent éo learn; the role of the teacher is to guide students' learning;

'and the role of the principal is to support the teacher and students in
that process.

When using the term supervisor, w. mean tﬂe person who has the for-
mal authority,‘by\wirture of his/her role position, to do formal evzlua-
tions of a professional's perf&rmance within anﬂﬁggéniéation, or someone
who has inpug into suéh an evaluation. It is this super&isor who has the

\m;jof résponsibiiity for communicating and refining the organization's
intentions.to those whom he/she evaluates (Etzioni, 1964). This definition
makes explicit the idea that supervision and e#aluation do not happeﬁ Y
independently. The definition also links supervision to professional
growth and to the purpose and goals of the organization in whi;h the super-
vision takes place.

In a positive supervisory relationship, the major outccme for both
the supervisor and supervisee is an incieased competence in performing
their professional roles, although at times the supervisor and supervisee
may delve into more personal matters (Herrick, 1977; Squires, 1978).

Cogan (1973) would argue that the domain of supervision should be limited

strictly to the behavior patterns of teachers. However, this prohibition

does not recognize the meanings -that professionals attach’ to theirSbehavior.

8
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On the other hand, supervision is not a therapy or a counseling. relation-

ship (Hansem, 1971). What appears to diffe:e-:tiate therapy from snpervision

is the emphasis on professional role (Squives, 1978).

v .
Three assumptions about supervision provide structure for the rest of

o

the ideas presented in this paper;

One assumption that forms the basis for the supervispry process is
that behavior is observable and patterned. If\one enters a classroom, one
can observe the activitdes going on there -- students looking toward the
teacher, tne teacter writing on the boerd, moving ,around the room, and
asking questions gflother students. All this can be observed.

Farther this observable behavior is patterned in that the behaviors

show some consistency and regulari:VHBVer time. For example, classes begin
o .

and end“with some regularity. Some teachers.begin the 1eséon when the bell”

12

rings; others after all students are seated at their desks. As another

.

example, the process of instruction usually consists of segments such as

3
i

-reviews presentation of new material, guided practice, and independent

-
practice. Not only are mpst classroom environments patterned, but people's

interactions with their environment'are also patterned. For e;ample, Mr.
Jones hée petterned the environment so that lessons begin on time; studenfs
keep busy, and homework ie'usuallx assigned after the bellekas rung. Mr.
Jonee alse knows that despiee this careful patterning of the environment,
if May sits by Tasha, neither will complete their seat work. These
patterns govern the practice of teaching and sd;ervising.

Teachers and students live these patterns most of the time. The

patterns help to reduce uncertainty and provide a safe and predictable

environment to which to wor and learn. However, these behavior patterns

B L Ry T P S L T LT ese o K o -
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may promote or discourgge students' learning.

A second assumption is that xndividuals attach different meanings or
values to the same behavior patterns. This 15 done by relating the

behavior patterns to différent criteria such: as "professional manner," %

<

"student achievement" or ''student self-concept." For example, two
P ] . ' -

individuals may disagree on the appropriateness of a teacher-directed, .
- [} -

} 4 s

structured approach to teaching becausg one values rtudents’ achievement - 1

on standardized tests of reading and mathematics while the other yalues

T e

. o

. - . .
students’ learning to take charge of their own livegrezBoth may see the 4

Bame quiet, task-OViented class, yet bz&g would integpret the behavior

patterns differently.IfLike the@se individuals, most «of Us make jumps or ﬂ*g

kY

Jeaps from the be%avior we observe to inferences about that behavior. : : ¢

We have a tendenef té'judge what we see by personal Standerds and by
-« 4.

our own beliefs about.what is good, true and right. WhiIe }t'is not

»>. o . 1

|

]

|

/ & o
possihie to stop our leaps from data to judgement, %p the -professidnal @
i * |
world of teaching and supervising it "is necessary to be able to explfcitly // |
' :

1

trace the' path of our judgements back to the data themseivee~hnd for the

e -

teacher and supervisor to share that joutney through the supervisory :
'relationshig;' It is also important to ée able to explicitly state the . :

eriteria that are being used to make judéeme;&s. K ¢ ' :

A third assumption of supervision is that. there are observable
N - + ~ . ;1
classroom patterns that are meaningfully related tb important student :

outcomes. However, until recently, there were féw classroom behavior
- g "
patterns’which'had been identified objectively thrbugh research. *

—_—

. . . ] _ ) e

°
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Cogan (1973) laments, "The still unbridged gap bétween the observed

behavior of teachers and tke learning ‘vutcomes of students represents
a serioué weakness Ifl the use of observation systems in clinical super-
vision" (p. 160). - Happily, this is less ;he case today. Many large;
scale classroom‘studies.are bridging the gap between classroom inter-
action and étudents' learning outcomes. As a result, there are a number
of teachigg and learning behavior pattern; supported by research ftudies

vhich relate to student outcomes on standardized tests of basic skills,

at least at the elementary level .(Huitt and Segars, 1980). These

behaviors'have the possiiiiity of significantly improving schools'

" instructional outcomes as the behaviors form the foundation of the schools'

o

supervisory system (Bailey and Morrill, 1980). The key here ig;ta have
those behaviors take on meaning for teachérs and_ instructfonal supervisors
with;n_the_school. "This is the pfoﬁer dowain and content of instructional
supervision. In the sext section of the paper, we Will discuss one

format which may provide'formaf for structuring the supervisory relation-

ship.

]
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‘the best formats for individual supervision in schools. Research

"found in Cogan (1973), Goldhammer (1969), Anders.n and Krajewsky (1980).

bd -

A FORMAT FOR INDIVIDUAL SUPERVISION:

’
*

Individual supervision provides a format which can be used by super-

*
o
\ A
L

visors and others to help provide structure and sSafety in the uncomfort-
able supervisory relationship. In this section, we explain individual
supervisory format by describing the steps of a "clinical" supervisory -

cycle. 1In our opinion,, the use of clinical supervision provides one of °

décumenting the effectiveness of this format is reported in Sullivan ) ‘:*i
= ) L

(1980). More detailed rationales and explanation of this format. can be

“Thé"cIiniéalTsupervisory'models~cqnsist-o£~atw1eastnfourﬂstepsikﬁghg»

e e ——_———

preconference, the ohservation, the analysis and reflection, and the v
follow-up conference. It is generally assumed that the school in.which
supexvision takes place has provided appropriate trgining for all staff
in the format of the supervisory model, and has a c%gar way of rating : o

professional performance which is understood by the staff, and is consis-

< . ’

tent with teacher association contracts. 0
The suggestions made in this sechion‘are prescriptive and are

intended for’the superVisors and teachers new to supervision. Naturally,
1 4

both supervisor and teacher will adapt to their rolesKas supervision . !

N

progresses. a"

>

Thé Preconference

\
During the preconference, theZgupervisor and teacher set the goals

for the up-coming observation. These goals are consistent with the general




-
-

"« .sessions.

—

.fgqalqzaét by the supervisor and teacher during previous supervisory

Specific data cbllection.methods are reviewed to determine if

they are appropriate for the goals to be accomplished.

" zthe observation to oceur.

A time is set fof

The teacher assures the supervisor thgt-thef

-

‘classroom situation is.an appropriate one/fot the problem at hand.

LN
.

For a supervisor and teacher who have some common cxperience with . d 2

- ~the Supetvispry process, the preconference may last only five wminutes. . B

vOn‘tpeﬂothe;whgnd; supervisors and administrgtors just beginning this : g
e prbceéé'in a school-wide effort, will realize the value of fully modeling

_ a preconfernece to provide\ghé teacher with vital understandings necessaty

T to ‘the successful completion of beginning a positive supervisor experience.
. ’ﬂﬁring the p;esonfefence, both supervisor and teacher establish an environ- 3
- :mént where the ground rules are knotm. : ey

. “The -Observation

‘The purpose of the observation and type of data to be collected is

. '\established during the preconference. The administrator or superviso* )
' »ISarrive at the classroom on time and takes his/her place in a place agreed :;
:gupqn‘éuring the prgconferenee. The supervisor does not interupt either i
- ;'ihe teacher or the students in the ieeson; unless this was agreed to in ”'g

3%the-ptecon?efeﬁééa ‘Duxing -the oBse:ggtipn,»the supervisor records the

»

y «data in the manner agreed “pd; during‘the preconference. The supervisor - .‘u:
g;:. " %ﬁey alsg note other ddt;"not included on the particular-form being used,

; ‘l _~but hich pertain to the goals identified in the preconference.

%? . ' ~:Q{ ‘éDuring the- observation, the supervisor carefully notes .patterns in

- [}
"

. ithe-.classroom.
€

. The superVisoi,is pxobably_advised to spend time looking
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- large classrooms or where there is muchgindiviaual activity. The super-

__that in many of the classrooms in the gghool, a number of the learning~ i,

- -and -supervisor to use in discussing the:class during the post-conference.

- -contribute to students' learning. The éﬁperv£;Xr knows from experience

) tgaching patterns promote students' learning.

NS & . - - = - .. At - R A ’
— '7;;7-,‘;,‘&3:,7:,-, SRS S T R T e AT o e T e R wh i de St Vi @ atoms by LA e 2 FERTEEE

for patterns of the students, as the students generally are the best source
of evidence that learnirg is taking place. Teachers appreciate this, as:
patterns of this e may go unrecognized by the teacher, especially in
"visorAres;sts the impqisg to find fapltﬁwith the'classrqon. Instead, ’ s

the .supervisor notes the many positive pqt%erns which are in evidence and

el °

. ';, .
The supervisor realizes the importance of taking detailed rotes on

.classroom patterns, as;;his provides a helpful history for the teacher

'Thé_supervisor also uses the notes to jgt down hunches or hypothesis that
he/she might want to discuss with the Feacher in the.goég-conference.

‘Nﬁen leaving, the supervisor is as inconspicuous as possible. At this
-time, no judgement about the class -is g}ven, for the patterns of the ob-
~servation’need to 'be discussed more ful&y with the teacher during the post-
¢conferenée. The supervisor leaves with a goodbye and a promise to meet k‘

aith the teacher in a post-conference dﬁring the next few days. As both ’l

-teacher and supervisor have been trained in data gathering and pattern :
} - N

i

-analysis, the supervisor duplicates a GOpy of the cbservation notes and

e e
——— e e ———— - - Y

gives them to the teacher. .. T

‘i&nélysis and Reflection
B 4

After the observation, the teacher may record notes of patterns that

were observed during the class. The teacher may also want to| record areas




for diecussion during tﬁe conference. When the teacher receives the super-
wvisor's notes and an appointment for the conference, the teacher sets
aside time to carefully reflect on the .supervisor's notes and discern

patterns that appear in the data. The supervisor also takes time to prepare

2

for the conference by reviewing the observation form and jotting down a .
. *
few areas that relate to the goal identified in the preconference. The

—p—.

supervisor ft?ﬁher reflects on the positive patterns which assisted stu-
dent le.arning, as these provide the key for assisting the teacher to im-
prove in the goal area identified. The supervisor m;y want to list sev-
ergl' areas which could become the focus of the conference.

Thus, both teacher and supervisor have studied, analyzed and reflgci:ed

on the data generated by the observation. Both have ‘discerned patterns.in

that data. And both teacher and supervisor come to the confere/née with

.areas that they wish to discuss relat;ed to the goal set during the precon-
ference. By completing these tasks before tfxe conferencq;‘ :t;oth the
-teacher and the supervisor help to assure that the post-conference is
productive.

~

Post-Conference

”

‘One conference format is suggested below. . Beginning supervisors may
want 'to keep a copy on their desks, and give a copy to the tc;acher to ac;d
structure to the supervisory coaferences. This allows ttle conference to
-stay on track, esi)ecially if 'the supervisor !nakee that one of the goals

-of 'the conferc¢nce.  However, this is not the only conference format avail-

~able, (see Acheson and Gall, 1980, for other examples). Whatever confer-
-‘_“_-\.\_

———

.

.-ence format is agreed tipoi‘l,“ both supervisor and teacher need to practice

1its :use. Once both are proficient, variations will come more easily. '
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CONFERENCE MODEL _

The Champagne-Morgan Conference Strategy :
(Champagne & Hogan, 1978)

[REET Ny
v
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The following are steps of the model and sample séhtements for each géep:

PHASE I: SETTING GOALS AND COMﬁITMENTg TO A GOAL
Step 1. Objectives are specified.
"I called you in today to discuss the following issues . . ."

Step 2. All data relating to objectives is shared.

"Let's talk for a few minutes about how you see this and how éﬂ
I see it before we begin to suggest ways to deal with it."

; Step 3. Agreément is made to focus on "key" objectives. ’
: : ". . . seems to be the key issue that we can begin to wo ‘k on -
a today. '

- Step 4. Agreement is made that some behavior changes are appropriate. .
s - "Am I right that you want to try to do that differently?"

SRR

PHASE II: GENERATION: AND SELECTION OF PROCEDURES OR JEHAVIOR
Step 5. Positive appropriate behaviors in the setting related to the

objectives are identified and reinforced.
"What was that neat thing you did today; perhaps we can build
the new procedure on that?"

© Step 6. Alternative behaviors or re-emphases are identified and examined.

‘ "Before we décide what we are.going to do, let us try to think
- of 3 or 4 different ways to approach this."
Step 7. An.alternative behavior is selected. /
: "Whic& one of thesc ideas seem the best one to bégin working
< with? ' .

Step 8. Detailed implementation plans for the selected alternative are
‘ completed. o -
"Now that we have selected a way to go, our next step is to
.plan in. detail what that means."

" Step 8a. (If appropriate) Plans made are practiced or role~played.
"Try out Steps 1 and. 3 of this process on me here, now. We

may need more work on it." S
%— PHASE III: COMMITMENTS AND CRITERIA OF SUCCESS ARE -SPECIFIED i}
: Step 9. Criteria for successful implementation of selected behavior o
) ' . are decided ;and agreed upon. ’ %

"Will you! suggest some ways we can measure whether our plans
are working?" : '

:Step 10. ~Feedback is shared on purpbses, commitments and perceptions of
) conference. ' : g
"We have worked on . . . today, what do you think we have Ters
accomplished?" .f

d . Step,il. Commitments of both parties are reviewed. * )
"0.K., here is what I have promised to do, and here is what I . g
think you have promised to do . . . Do you agree?"h .

CONFERENCE TERMINATES @ iy




FIVE PHASES OF A POSITIVE SUPERVISORY EXPERIENCE

One way to feel more at ease in a'supervisoryQrelationship, uncom-

- - fortable as ihat relationship may be, is to have a map of the terrain.
In this gec?ion the five pﬁases of a positive supervisory experiéﬁge,gre L

described in order to provide such a map. The five‘phases are: (1) E?-
trance, (2) Diagnosis, (3) Technical Success, (4) Examination ;f Meaning
for Self and (5)'Reinteg£ation. These five phases explore some of the
ps;chological milestones in positive supervision for both the supervisor
; and the supetvi?ee.

The qboée phases were summarized from two studies of positive super--.

vigion, one from a supervisee's point of view (Herrick, 1977) and one

from a 81Pervisor's viewpoint (Squires, 1978). The results are generally

par——

consistent with findings of the investigators in the fields of ‘counselor

education (e.g., Kell and Mueller, 1966), social work (e.g., Pettes, 1967),

-

psychiatry (e.g., Ekstein and Whlléiétein, 1958), and teaéh;r education
(e.g., Goldhammer, 1969), and .are similar to other typologies in the
: é o 1iterature (Horgan, 1971' Gross, 1974 Schuster et al, 1972),
'«Firsc we will describe the initial three phases of a positive .super-
visory expérience. Next, a vignette illustrates the three ﬁﬁaseg from
a ;eacher's v§§§point. After examining the last ‘two phases of a positive

-

supervisory experience, a vignette is provided which illustrates key .
1dea from a supervisory's viewpoint. - ‘ " . “
¢ [

P




Entrance
" From the teacher's point of view, there is initial anxiety stirred up by

although this anxiety is somewhat rvlieved as the supervisor creates a

teacher becomes more relaxed, open and ‘trusting. - ) : /f ;
. i
Diagnosis ' : // .

[ —

T e et e

~ ‘e

What happens at the beginning of a positive supervisory experience?

o

the expectation of being judged. The supervisor alsoc experiences anxiety,

relaxed atmosphere and discusses with- the~teacher ‘his/her expectation of
the format and the task at hand: As this discussion continues, the super- ; ?ﬁ
visor ésmes to a positive acceptance of the teacher's capabilities, in- ~ /( ]

tentions and intuitions. As the initial format and tasks are defined the ///

The supervisor, through discussion and observation, actively engages . :§

the teacher in exploring the teacher's professional behavior, self-ass¢ssed .
. / 7
needs and supervisory history. Congruent perceptions about problems, stra- oo

tegies and solutions are generated between the supervisor and teacher.
/

As diagnosis is going on, the supervisory relationship is being
strengthened. The supervisor uses” the teacher's interactions with the

- /
supervisor as an indication of problems and/or conflicts the;teacher might

; . % - , /
be having with students. The supervisor shares these perceﬁtions with
the teacher.’ The perceptions form the initial focus in the supervisory
process = the teachers interaction with students. THe s?pervisor experiences

/
empathy with the teacher's situation and is able to conﬁun;céte a sense

. . / :,
of czving to the teacher. However, there is respect ?n the supervisor's

EEIETR

part for the teucher's autonomy and integrity. The éeacher feels the

y e ' 'S
/
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format of supervision is sufficiently structured and feels the supervisor's
support. fhis quality encourages bath supervisors and teachers to examine
actions, feelings, attitudes and conflicts which occur in their professional
work.

Technical Success . N

During the diagnosis phase, areas about which there is some concern
have been identified by both supervisor and teacher. Possible solutiéns
have been generated by the teacher. During the technical success phase, o ]
the teacher has improved the instruction/learning process through a change
of behavior patterns and increasing technical competence. Thus, the
focus of this stage is on the improvement of the teacher's instructional
patterns with sgudents in valued goal areas. , |

There are a number of important activities addressed during this
stage. The §upervisoi initiate. active interventions in areas where the
teacher is in need of assistance and is ready to learn. The teacher 184
free to accept or reject specific suggestions and/or directions from the
*P‘;supérvisor. The supetﬁisor makes available his/her professional knowle@ge
and expertige as the need arises. The supervisor's interventions are
consistent with his/her o - personal style and are‘maae with sensitivity
to the teacher's current needs and readiness to accept new learning.

Mistakes from both parties can be made without fear of failure; %
feelings can be explored without questioning the worth of the individuals.’

The feedback the teacher receives from the students is pésitive and sup- "

ports the teacher's initial changes. The supervisor indicates through ' \";f
‘-




action a belief that the supervisor's relationship with the teacher is a

model for the teacher's. relationship to the stuydents. The teacher may .

~thus choose to incorporate some of the supervisor's behavior into inter-

:actions with the students.

Student Engaged Time - A Beginning Elementary Teacher's

~E§2eriehce with Supervision

-So-far, we have discussed the psychological content of a positive
supervisorygexperience; we have emphasized the human dimensions of building
a supervisor relationship. In this section, through .a vignette, the tech-
nical-content ot the supervisory experienceé is ‘introduced. This teghqical
content is derived from reeeatch which relates obsetvable ¢lassroom
‘behavior to student performance. The vignette seeks to describe the
<emerging competence in the technical aspect of professional teachers'
role performance and the progression through the first three phases of a
positive supervisory experience.

Student engaged time, according to Huitt and Segars (1980) involves

factors:

:0 the amount of time allocated for an academic subject

1

0 the amount of time students are actively working on an assigned
+.task.

‘-¢e”er 1y, the research indicates that first and third graders could spend

-up to approximately 140 minutes a day engaged (actively working on) reading
<and language arts activities and 95 minutes a day on mathematics in order

to produce gains on standardized tests (Huitt and Segars, 1980; . 11).

“The amount of time allocated to these activities needs to be somewhat

‘more as students generélly don't attend to the task 100% of the tine. ,
i
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Generally, students paying attention an average of 75 to 852 durin; a
? . class period would be considered about optimal. These findings can be
| used as tentative standards for teachers and :upervisors to use in super-
vision. However, as standards, they cannot be applied indiscriminateiy'.
to all teachers in all situations. To be effective, the use of standards
must rely on professional éensitivity by supervisors and teachers alike.
Lgt's listen as fom, a beginning teacher, déscri&ﬁg his experience
of a clinical supervisory cycle using the technical content of student
mgngaged time. To set the écene, Tom had met with the supervisor (in this
case the elementary prin;ipal) on two other occasions. During the first
occasion the principal had discussgd with Tom the district's policy for
the supervision of beginning teachers and the specifics of how the princi-
pal would implement that policy. They had talked about both participants'

expectations for supervision and set.up the first supervisory cycle.

After the first cycle Tom and the prihcipal agreed that it would be profit-

\—-\

jable to take a more indepth look at the patterns of time use in the ciass-

°

§ room. Here is Tom's report of the second clinical supervisory cycle which

took place auring February of Tom's first year.

. ‘ )Aﬁtm the 5&61‘ supervisony cycele, BLLL (Zhe Wnupu) thought we
might take a ook at how students were using time in the classnoom. T
’agneed. Besides, BLLL wds the boss, and 1 was having troubfe keeping the’
neading groups and the nest of the class busy. at the Aamé Lime. 1'd ronk

with one reading group and could nevéer seem to have enough wonksheets o




K

‘\keepaﬂ theothen—-hids-bust y. _Even then, someone was always §ooling around,

--times the directions weren't clean ({t's hand to write directions for

N\\
and 1'd have to stop the group and get the hids back to worki—T-had . __

wonked harnd on setting up activity cmtw in the class fon kids o do
aften the worksheets, but these also caused some problems, because some-

third graders) and 80 they'd come and ask me -- again wtmupung the

ghoup, ) '
purning the preconference, Bill and I falked about this. He began

by commenting on what.a Lot o{ wonk 1'd pwt into the centers, and ihat

during his Last observation, the centens appeared not tc be working out

as well ds I had 'Eijéeé;t?di“indeed gt was Mie. T was relieved that ™~ -
he thought 1 was doing a good job. He asked mr Zo explain aome of my
goals and purposes for constructing the centers. Basically, I said 1 wanted
2o use them as an ewrichment experience (perhaps the fancy term would im-
press him) agten kids wene through with thein wonksheets from the Acading
group. He tofd me that it Looked Like what I wanted to do was £fo keep
the kids busy on a va)u_e,ty of ac,twmu Wh«(,gét had to do with neading.
1 agieed woth that one Zoo. .

Bo&t explax.ned that he would come in and be. niy "eyes" in the class
duning a reading period. He would aegom‘i once every two minutes, what
eac'h chitd in the classnoom was doing according to the following scheme:

-

1 -~ involved in neading group
2 - wonking on worksheet '
3 - worlking in activily center area

1 gave him the names 66 kids in each of my three neading ghoups and the

19




" seating charts. Then he would also make an X by Zhe hids wh.o were paying
. .;.ttuw&on or doing their work, and an 0 aften the hids whe weren't., He
\\l-a_aMi d neproduce a copy aften the observation. Then we'd Look for
patterns ;.n Zhe data. We®f; it sounded a Little complicated, but I §igured
he knew what he wcs doing. Befides it might be interesting £o reatly know
what the kids were doing whife my back was o them during the reading
.gfwupA We Ae,t the time fon the observation. )
Wekt, T knew he was coming. So, T worked hand on making s.re that
The directions fon the activities .in the center were understandable. 1
even nied them out on a few kids befcre the day. They showed me that
- —they-undenstood. Then I_put theix names on the bottom of the cands s0
that if other kids had questions, they wouldn't have to dntevwpt me.
‘Why dicn't 1 think of that soonex.
Next, 1 made _ZMe the vonksheets not onky reinforced the shills 1 )
wap teaching, but also that they were aént.efau.ting 1 even- pltepped the /— \”
T ua.u a Liitle on what would happen when the principal came .fo vdsit.

‘ . e would 84t at the side of the ,{."‘?f’m and take notes, and that the Atadend
were to pretend he was just a déik or a chain., The kids thought that was
pretty £my-

- And that is what happened. T wasn't bothered by him tabing notes.

1 -knew what he-was ftaking notes on. After a few minutes things settled

4 4nto noutine. 1 was a Little nervous, but my extra preparations helped

- me feel méne confident. And the kids seemed to want Lo "Look good for
the principal”. 1 neally had a heightened sense of what T was doing,

20
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' _'Aeap.cc,éauy those Little sLips 1 made. But then 1 nemembe/ced that w '
T, was Loo!wtg ‘at thé students and not at me. Agte/z obAvwmg, he Amlo,d :
and legt ' '

T was cunioud about what he had found out. Aften schoot 1 picked
up the §illed in observation sheets and took’a fook at them. 1t uas .
complicated. At the bottom of zthé Sheets .weiie some notes. Total e'ngagé-

ment nate fon class 70%8. Engagement rate for neading groups 90%. Ehgage—’
ment nate fon kids working on wonksheets 50%. - Engagement nate for stu~. .

dents on centens 60%.
. We had decided to meet the next day for the post-conference du;zing )
oﬁe of ry planning periods. 1 had jotted down some notes about the
observation sheets but 1 was curious and a Littee AMpiciOI‘lA about_the
numbens. tht‘ did they mean? Would 1 receive my hating on just the
numbers?” 1 decided to wait and see, but T woubd also have my defenses
for just using numbers to determine a rating at the neady.

1 came into BilL's office - he was 422 up to work at the cafeteria
‘Zable he had along ‘one}m&c on which there were Lots of ﬁoavnu o kids
Ain the school. a;e got night o the task at hand, it almost seemed too
abrupt, BLLL did most of the talking ‘at the beginning of the conference.
He nevieied with me how he had recorded the data. (It just Looked compli-
cated when T saw it yesterday). He went thiough how he had determined
all the. engagement nates. T was fascinated that thene was all that in-
§ormation about 'jwst one smatl aspeet of teaching. w buegzy neviewed
a Ld;tee of the nesearch and gave me copies of some of the nesearch

s




artictes that he had checked out of the school's Librany (in my name)
He tatked about the standasd of 75% {0 85% engagement rate and Acu,d that
1 had come pretty close. He comp&unented the a,ttewtcon 1 lzecuued grom
the kids participating in the neading groups and Atated that he be&ceued
T would soon have the nest of the class wonking just as well. He compli-
mented me on the fast-paced discussion and my ability to pull alf the hids
in fon comments. He said they neally seemed to be Listening to each
other. -Then ke asked how 2his activity was different than wornking on
seatwonk on at the centers. "Perhaps once we review the differences, we
can incorponate mone of what is working in y;w:. neading groups in the - ;
othen activities". "That woutd probably hefp to improve engagement rate
in those two groups". We came up with the following 2ist -of differences: .
1. nreading group - teacher-dinrected
Anteractive )
external pacing by Zeacher
T everyone "knew" Zthey were going to pa/ouupa,te
2. other groups - 6&86-&01.0.01&1
— no interaction with othens on the task at hand
T e iokny indepordentty

" ot 25 e et ot . hose who did
o 1 had never neally thought about the different ghoups in that way Fadm
} the List there doesn't appear to be any reason why there caw&in"t be only
Zwo groups in the classnoom instead of three. That would mean Less time
An wonking alone for students. And there didn't seem to be'any reason
; why'kj,dé had to wonk afone at the centens, on even wait to have me check

. their worksheets, except that was the oniginal way 1 set it up.

\
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1 reni:wned these to BiLE while discussing the bist. He said they »
wene great, zhwt 1 shoutd try some diffenent wvu.:zgemzna and see how
they wonked. He offered only one piece of advice, and that was that 1 B
} _Ahou,&i face the room whife conducting the ILMQJ group. "Very often”, ¢
—— - he said, "just ¢ Look Lo a misbehaving kid is alk that u necessany". |

The,congénence time was gettirg Ahof;t. BilL asked me to try out a few
" of the ideas we had discussed and o Let him krow how they tunned out.

He ‘offered to netwwn.to the class when «thingb were gvi:;g smoothly with

the changes ~ was going to try. If 1 needed. any assistance, his door was

a,emys open before and after school, or by appox.wtment durning my prepa-

naaon period. 1 Left the officeswith a 6ew minutes Left befone the next

class. .

- W
4

~ _ T was exthed abou,t the new Look at my a&uuwom and about the things -
1 had discovered. "I waz-als wltpwed Mwe juét came up with a few -
ddeas but nothing really spedific. \I will check with the other thind ghrade
teachen about some of my ideay to see 4'.{ she has any nther ideas on com@.
1 am ‘beginning to twst BLLE a {,L%t&e more. He &eemed to know the night

questions to ask, yet wasn't dogmatic about the answers. He gave me

enough rope, yet 1 don't 600,& out on a Lcmb alone. 1 got back to my room
- fust as my class mtu/med from music. -
"'To’ Continue
) In this x:;eycs::}‘qr‘sze' introduce the last two phases of a positive super- |
=vis&r‘y cfx;)erieﬁce: examination of meaning for gelf, and reintegration. ) ]
-Th;:se two pha.ses déscéibe what can happgn in a positive supervisory - .- - 7 J
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. relationship after ‘the supervisor of the teacher sxperiences technica1 T,

success. These phases may not happen in all supervisory experiences,

e -
L= e . "
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’nor~does the psychological processes described need to be part of the:

verbal interchange between supervisor and teacher. What we have found

* e

F

is that in supervisory experiences that supervisors end supervisees

o acategorize asrpositive, the experiences will resemble the description.’

L.
o

: This,descriptioﬁ‘of a positive supervisory experience is followed_

by a vignette from a supervisor s viewpoint which addresses .the technical

b -

content of student success, one of the most important instructional

’process variables (Bloom, 1976, Skinner, 1968), and shows some of _the

meanings one supervisor experiences during the last two phases of super-

«

, ~ -

wision. . - e,
’ ?Eiaﬁinationtof,MEaning for:Self , B
félff“‘f;_f”—wiinmring this fourth phase in a positive supervisory experience the

,focus of the supervisor-teacher interaction shifts from a ‘concentration

v

ﬁ?;:*\‘f aon:the,teacher's interaction with students to an examination of the per-/ .

\ =

*~f.3sonal;meaning§,evolving frou,the teachers' and/or supervisors' improving -
~professional practice. In.examining the meanings of improved p:ofessional
jpractice the teacher/supervisor may reveal personal conflicts, and un-
scertainties as well as personal history which expands the range of content

~ahich iggacceptable between téacher and supervisor. The teacher/supervisor

3becomea.aware of -how specific feelings, beliefs and attitudes can inter-

- v B L4
\ ; H . -

‘fere with, or facilitate interactions with the Sther and students. Thus,
a . : :
‘éthe.teacher/supervisor in this state, experiences change not only in

:professional skill and knowledge, but also in self-perceptions.

.
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Personal and professional growth for ‘both_supervisor and supervisee

B
- p——

evolve from this shift to’ a more personal level, and fostér a deepening

of 'the supervisor-supervisee relationship. The supervisor is aware of

this shift, and uses the enploration of the personal considerations toward

the goal of improving professional pe#formance; however, the teacher's/ i
i ° . . - ~

supervisor's personal conceérns are not necessarily resolved. Although

the -content of . the«supervisory sessions has expanded, the supervisor is .

CRTE S R WA n ot e hi g o B O AT SR e 3 ¥ G e vt

aware of controlling the depth of his/her involvement, thus maintaining ' t;

the objectivity necessary to reflect on further changes in a professional e

- - - - S e

manner. The supervisor, during this phase, examines the chansing nature

of his/her role with the teacher. The supervisor simultaneously feels

¥ .
‘more freedom.;and more caution in thej relationship. “The superviéor is

1 .
3 ' *

:gratified by the increasing‘technicaﬁ competence of the teacher and thus
K f Y. -

feels that the format and content can be less structured. On the other

hand,,the'supervisor is cautious while exploring the more personal territory . ‘4f

of the teacher's individual concerns; concerns which are only tangentially

- 4

related to professional performance., For the supervisor, there is a >
heightened sensitivity to the teacher, the relationship deepens as a . .

rasult. ‘ - %

‘Reintegration ' ‘ .

During this-stage, both -supervisor and teacher consolidate the know~
! ; :

‘ledge, the increased professional performance, the heightened self-aware- ' LT

ness and the self-examination into their professional repetoires and

N
v
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personal lives. The constructive tension of dealiﬁg with professional

*

concerns through personal conflicts in the fourth phase is reduced.

Satisfaction is communicated.

Lgatniﬁi'Eﬁa'growth“arenevident in the supef#isor, the teacher and
the student. The feedback from students coptigggﬁf9 be pésitive and
groblems move toward a solution. The teacher has become aware of how
speéific feelipgs, beliéfs, att;tudes and behavigrs can interfere with
or facilitate interactions with students. The teacher has to assess )
'chﬁhgesnin his/her behavior in terms of the impaét -on tﬁg‘étudgnts rather

than in terms of winning hupervisory approval. The teacher experiences

‘competence, pglf-confidenée and. trust in his/her professional judgement.

about personal conflicts which affect the performance.of a professionalj
role. The teacher/suﬁeryisor is more open and less éogmatic. This ‘
expanded conception of the self by the teacher or supervisor ﬂas been
integrated into the professional practice of ehcﬂ. The teacher-supetvisor
'relati;nship.has come to resemble that of colleagues. Bqéh teacher. and
supervisor have become more autonomous.

~ The supervisor's positive experience vglida-cs and reinforces his/her
pﬁilosophy and approach to supervision. The. supervisor generally becomesa

‘more trusting and open to the supervisory.:rélationship and procéss.

£

The teacher and supervisor have explored and come to fuller understanding .

Foy
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Student Success and a Teacher's Standards — A Supervisor's Experience

No one will quibble with the idea that students should be suﬁcessful
in school. Yet, the inztitution of the school -does sort and rank students
achrdins Fo various standards: some pass, some fail. This tension
between assisting studeﬁts to learn and requiring them to\pﬁrform "up

to standard" provides one tension explored by the supervisof and teacher

‘e

in the vignette; ) o=
There is also-research, which the supervisor in the vignetfe will
tap, to assist‘the teacher in dealing with this tension more appropriately.
ﬁuitt and Segar; (1?80) suggest that students experience various levels
of success in classrooms. One study (Fisher, Marliave, a;d Filby, 19795
suggests: that some students spend as littleras four miﬁﬁtes;a day at a
' high success rate in reading, while others spend ten times that amouﬁﬁz
On thé other hand, Huitt and Segars-review research which suggests th;t o
"errorless learning” may not lead to optimal learning. AWhat is suggested .
is that stucants need to have successful experi;nce both in their practice
exercises and unit tests if they'are to perform well on standardized tests.
Other f;ctors, guch as modes of instruction and students' characteristics,
need to be taken into account when consider;ﬁg student success in the .
supervisory process. '
VWhat follo?s is Robert's, the principal, report of his experienée
supervising Mary, a tenth-grade Engiish teacher who has been teaching for '
three years. ) . S

" Robert has supervised Mary during those tpree years and has built a

working relationship based on a knowledge of Mary's teaching style. . ’
Y
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Ahe had standands fon wniting which wexe ol gc.u“ %o be changed. W

o
!

¢

.Y

1

Our preconference ended with Mary stating quite adamantely that

<4

had agreed, during the. Zen minute plceconémence 2o take a Look at Atu-

. dents in her tenth-grade class who were success ful ,-én meeting those

writing standwds. The observation would be hetd & three days tine

when students would be wonking in groups on comrecting thein wniting:
aa.éignmenta. The «classroom observation was. only oﬁe part of our data
coucc/twn efforts we also were couwtmg goldens of student compead;wné
o take an mdepth Look at’ Atademté' progress in uthmg dwung the paAt
84x monthé a profect wu‘,wted by the English 6acu,&ty And there waA

-also he)c ghade book.

 $he had become adamant about the standands she had set. We hid known
M othe)t pﬂ.o&u&wnw&(y forn three yea/w and had A‘ucfcuz"éuuy“comp&ted
a numbm 06 Supervisony cydu Her e&a.uu were pze:uant ondmy task~
olu.ented -and she was abfe to convey a neal 6ee,&mg for zhe beauty of the
English fLanguage to her At_udmta Ain ways that they could undenstand., At
t«i'm_e_é, ,hﬁ;v_a;qega,éie,_a*@wgwigh/tizy mechanical, but no o;ze would question
her compe,tehce and dedication. | In Light of our mevléouzs experience, the
adamant reaction about maintaining standards -was inconghuous. .

What appesned to be at issue here was that students wvu;.‘ not-ful§illing

Mary' s upMam of written compodition. This may be happening -for a
number of reasons: Mary's instucetion needed improving, the mednings
Mary gave to ;the!.éde:u of standands,- the amount of time students were

;5pemwig onlthe activities, éte. Pejthapl there 48 an inherent conflict

e rp— s = e e e
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| alt, sont students (pass and’fail) as well as assist in their Learning.

. §nom an overhead transparency and then divided the kids into pains o

a note on my seating chart Mary had given me of who Mary helped, and 1

here of helping students succeéd and also requizxing atha_«t'zthey be graded
according 2o whether they had attained a certain Atandmd.‘ Schools, after

Those dne two "hats" tha{t.aae difficult to wear ... I know §nom }ny previous
rofe as vice-prineipal of d«‘Au‘pLéne: 1 could dee some of the same feelings .
coming across that 1 had when 1 ginst took the "disciplinanian” job. "Ue
mist have clear nules. We must-enforce them, (Othenwise, the school will \
go out 05 con,vwl. And it wou be my fault for not enforcing the aules."
The same kind of tension may .be at wonk. in Mary's c,&uuwom

Duning the classroom obae)wat,wn, Mary neviewed the wiiting standards

conrect each other's papers. This appeared %o te a 5/Lequewt£y used
__proogreading /wwtbie.' 1 wmt afwund .the hoom to the dw&daen acdenuﬂx,ed

at the preconference to see what they were do@g and tath with them, and
neviewed. thein §oldens. Mary went where cnifdren q,s!zed for help, 1 made

made brief notes on what was 4in the "eumulative" writing folders.
Let me summarnize some of the patterns T noticed in Mary's class --
I'm sure there were also others -- then backtrack to some of my own geelings,

neaetwm and meamngA 1 attached to those patterns. (1) There did not
appea/c to be any pwtper for pairing the students. Fon example, two Aﬁt—
dents uiere paued together who both had spelling plwbtems -~ they had a
dc“&cu&t time’ catch(.ng the other's mistakes. (2 ). There was no explanation
/zeqwed of on gwen ‘by students to each other about their mistakes.

o~
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- (5)
whole, on specific individuals wej_zg'a,éming at.

There didi't appear to be any Apec,éki.c goals tha,t :\t{te class {"aA a

' (4) From data in the
Sduccessful students’ cumulative folder, all apbéafted successful in meeling
the AtanM -~ however, they appegned o have MaWy from thein
(5) . From the students 1 talked %o, abowt 60% of the

- students in the class felt the idea of Atanda/uid was an unpoAu;Lon on

1t was an onerousd mk and they didn't see the point. Well, while

§inst composition,

tem.
some of that is just ghiping, there seemed fo be genuine confusion in the
students’ minds about the purpose of the wniting standands. (6) Mary's

own explanation to students she was working with was yo&’u need this fon

1t was odd that Mary should STLLL be
supplying nationale to gain commitment to these writing standarnds when

Zthey had been the focus of class attention for some Ltime.

Upon-Leaving-the: claAs,_I undwtood a Little more about Many'a frustra-

college on to get employment.

»
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| Lion with the writing Atandandé Howeuelc, T sunmised thwt the A.tandmdé
weren't the salient Lssue at au but the fact that these atmth-gyuwle~ stu~-
dmté wuen't cooperating, and indeed weren't Learning. " And Ma/Ly'A frustra-
tion Atemmed §rom the students not zea}uung == at Least that was my hunch
She may see .the students' actions as a )Lejee,uon of what she is trying 2o
Zeach, perhaps even a rejection-of her efforts in that ’d,ULec,.t_ion_. Hen -
being 40 adamant .in the preconference may be another indicaton of hen
feebings of fuistration. |

There may be a cycle here. Her students anen't succeeding, she feels

. —_—
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Wut{w/ted, she isn't succeeding, she keeps trying, though £é3; and Less.
Thus, the class getivity descends into ritual, Perhaps 1 should mention
this in the poat;conﬂuence. The six patterns idwtéﬂiegl above wowld
syppont doaéng 4t.” T played out such a conference scenanio in my mind.

1 started Zo. feel depressed. She has mowbly nied 2o get OI_I/f 0f this
cyele and faited. Bringing it up woutd neinfonce the faitwre. 1 mean,
why caﬁ'.t she see what is happening. . ‘I 6.ee£ 6wb@ted and anghy with

her in my own imaginery scenarnio, in the same way 1 suspect that she feels

" frustrated with her students.

1t's at this point that something clicks, my own pattenns of ieaction
bec.me clear £o me. 1 am Looking 5on §rustration aaihm Zthan success,

' bewe 2hat u what Mary duwoted my attention towards. 1 have nek‘nﬂonced

that .th)wugh the patterns 1 obévwed in the classroom and the .cmagwmy

conée)wzce scenanio. . 1T was not conbc,wu or aware that Mary's deﬂuu,twn

o‘&‘th‘e‘pﬂobtm~um~-becommg~my_oumb_1_need o necognize this in olcdm_

2o be able 2o break the pattern, and to break the cyele of frustration,®
for myseld, with this .new undwtdndéng.

1t was Linteresting to Look back and see ho.w 1 had fooled myself into;.y
thinking T was Lookiig for success -- the observation of students who wei?e
succeeding, the gaps 1 identified in the instuction of students not being
ptwted with a purpose, the emphaAus on Mary's justification of the standards.
Ves they were aLC pattenis, but all pa.tte)mé that Icunﬂoh.ced zhe students'’
Lack of ach.ceuunent and Mary's grustration.” 1

1 decided those were not the patterns to share in the §olLlow-up -~
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conference. Instead, 1 thought back to the observation to Look for pat-
torns which-did show suceess. There were the writing standards and Mary
was concenned about them. The students did have folders for n cumulative
- “necond of thein wniting. -The students did g0 through the motions of .
conrecting each othen's papeis - centainly saving the teacher much time, :
e | There Me students in the class who had mastered the standards - a po-
: tential nesownce. The standands wene weittesr down and shaned with the

_Students., 11 was begi,nning Lo §it together in my head. Now, the problem
: ’ was how to get Many to see and utilize the potential of these positive .
@ paum during the conference. . *
_ Mary was frustrated and perhaps even a Little confused. She would '
" not be able to think clearly until Aomé of that had been defused. 1

,_coatd;pnomote venting -the frustration=- but:decided not fo. 1t nught

‘a I e

nedinforce the cycle of frustration and set the conference 066 on the uvwrzg - ‘
emotional foot. Besdides, -she p/wba.bly had vented her §rustrations on \

othens. :
40 at the begmnwg of the conﬂuence T decided 2o be very directive with X
the agenda. That may provide the structure and secure feeling to explone :

some options. ODuring the finst part of the conference T would ask her

20 necall the teacher who was best able to communicate a concern for the
Standarnds 06‘ wiiting. This would allow me moxe Ainsight into her deginition . ‘::‘*1
of standands and might take her mind off the present situction. Then T

Lo e B tras v e e g

‘ thought of sharing some of the neseanch on student success and Ats Lmpon-
Zance on Learning, There are Lois -0f implications and meanings to explore

with Mary around the neseanch §inding that generally students spend only i
.o ‘ i
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50% of thein Lime on tasks which provide fon high success. 1 Awa;oect we
WiLL be.able 2o tie that /Lntofhe(i deseniption-of .hefz previous teacher.
Aften those points are naised ;t.hen 1 uuu discuss the positive patterns
{the sepond set) and then brainstonm with Mary ways that «thoae‘paxxmm,
-and the intentions for succeeding in (hetpi.ng students attain those stan-
dands can_be mone fully nealized. The neseanch wifl be heLpful in
establishing those goals,

* t L I8
v, oA

I' have just seen Mary in the hall two weeks after owr 60L&)w-up con-
‘ference. She neponts that she feels excited because she is abze to see .
her students’ progress toward ammmg Zthose writing standands and in ¢

“part because she implLemented some of the {ideas we generated duning the .

conference. _For me, its great o see her excited about her success qéa,én.
T have a feeling the students are excited deso.’
- 1 have ghown 4in this expméence.a.ub. 1 am mone aware of my own
‘ yattewns of interaction and rr!yoéuA‘céptabw,ty 2o "buying into" a panticu- '
Lan teachen's way of Looking at a problem., T see myself°Like a tuning
0 * fonk that nesonates to other sounds. That ia hetpgui, as 1 can emp
- -ulth cthers' way of viewing the world. On the other Wd, it may Lead me
2o neingonce cycles of grustration which wene evident here. 1 am more
awane of: this puttern now. Perhaps: T snoubd have shared my own thought
. processes with May 50" she could confirm that my hunches were on .the

‘2dght trhack,
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Duung the Last two weeks 1 have noticed and mentally charted my
neactions to othens. 1 am ginding that this way of thinking is becoming

.-mm "natunal" and monre habutuat it doesn't feel Auange anymone. Because
of the success mth Mary, 1 6%& moxe confident about” éloutg Aapuvuwn.

1 am mone sure abowt what it means to emphasize the ‘positive th/wugh my

~oun thought processes, and aldo in structuning situations fon others to

dq the same. I1t's a qwé@t‘ geeling o a job well done.
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SUMMARY.

There are two contents of any supervisory.relationship. The tech-

- nical -coritent is what 18 to bekinproved. In our vignettes the technical
. SIS S m—— ' - . . .

content of supervision was student engaged time and student success.

This technical content can be derived from research which relates observ-

able behavior to student performance. The psychological content deals

with how the supervisor and teacher think about their interactions and

1mprovements. We -have - suggested that there are five phases within a

\A
_ positive supervisory experience which may provide a \ map- -of. some ox the

;—*“<4"‘ concérns a supervisor and teacher will experience. The technicual and

psychological content, howeVer. are not separate and distinct.
The supervisor needs to be able to use his/her own reactions, feelings
‘ and instincts as well as analyvic gkills in exploring with the teacher

both aspects of the supervisory experience. If supervision is done with

— e - ‘ sensitivity and care, both supervisor- and teacher can grow-in -terms of-
their skill in performing a professional role and in their comfort in the
ever expanding range of possibilities open to them. Students benefit and

€
the school asg an organization comes closer to its goal,
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